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CHAPTER I
INTRODUCTION
Conflict resolution programs in the schools continue to
expand at a rapid rate (Cheatham, 1988; Koch & Miller,
1987) .

Many school districts also include conflict

mediation training in the classroom as an integral part of
the curriculum (Johnson & Johnson, 1991; Kreidler, 1984;
Schmidt & Friedman, 1985) .

Conflict resolution programs

have become widely accepted as a means of directly teaching
prosocial and problem solving skills to children to assist
them with respect to making a positive school adjustment and
setting the stage for a series of positive life outcomes.
These programs, in general, are designed to do this by
developing a set of more creative, flexible, and integrative
problem solving skills and an increasing acceptance of and
compliance with mediated decisions.

Anecdotal evidence

provides considerable support for the notion that these
programs have reduced the frequency of fights, suspensions,
and disciplinary referrals.

There is also some evidence

related to improved teacher morale and school climate, and
positive changes in the mediators and disputants (Lane &
Mcwhirter, 1992; Roderick, 1988).
It should be noted that these programs are being
implemented in all grades.

Lawton and Berning (1985) found
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that as early as preschool, differences in effective social
problem solving can be discerned between groups of children
that have been directly instructed in general strategies for
solving social problems.

Shure and Spivack (1972) stated

that by providing various social problem solving strategies,
even to children

as young as four years of age,

interventionists can positively affect a child's adjustment
to their social world.

Currently, all ninth grade students

in the city of Chicago are required to take courses in
violence prevention strategies due to this increased
knowledge in the need for intervention programs and strategy
training.
As a result of the increasing violence in and around
school buildings, urban and suburban schools alike, are
becoming increasingly more creative with the development of
intervention programs aimed at enhancing their student's
anger management skills, social competence skills, verbal
communication skills, self-understanding skills, the
development of empathy, and social problem solving skills.
As is the case in most similar situations, when the
population in general becomes aware of a problem that they
interpret as pervasive, interventions are implemented
without prior research and little, if any, forethought.
Many such programs are being implemented devoid of any
theoretical underpinnings or empirically derived research to
drive the practice.

Given this situation, research attempts
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are necessary to shed some special light upon this issue and
attempt to understand, specifically, the effects of
implemented conflict resolution programs, and other similar
programs, on student behaviors exhibited in the school
environment.

If programs are aimed at reducing the violence

that surrounds the school environment, then experimental
research is necessary to measure the behavioral and social
effects

of these programs on student behaviors.

This

research project was designed to evaluate and interpret the
effects of a conflict resolution program.

Student social

skills and behaviors were measured before and after the
implementation of a conflict resolution program.

Students,

from grades four, five, and six were taught a set of
communication skills and social problem solving skills.

An

effort was also made to establish relationships between a
selected set of student and teacher variables and the
intervention program.
The social skills targeted for study include
cooperation, assertion, self-control, and empathy, as
measured by the Social Skills Rating Systems.

Problem

behaviors included the variables externalizing,
internalizing, and hyperactivity subtests.
were measured using the same instrument.

These behaviors
Social skills and

problem behaviors were self-reported by the students and
classroom teachers.

CHAPTER II
LITERATURE REVIEW
Conflict Resolution Programs in Public School Settings
In response to the increasing violence occurring around
and in the school environment, school districts across the
country have mandated the implementation of conflict
resolution curricula to instruct students on alternative
ways to settle every day interpersonal problems.

The state

of Illinois has enacted Public Act 88-0248, an amendment to
the Illinois School Code, passed in 1993, which states that
school districts provide instruction in violence prevention
and conflict resolution for grades 4 through 12, if grants
and/or funds are available. Violence, and its effect on
youths, has become a matter of concern for the public
health.

Homicide was the leading cause of death, in 1990,

for youths between the ages of 15 and 22.

The homicide rate

for non-white males, in 1990, was 171.8 per 100,000.

School

districts have now been called upon to respond to this
public health crisis.
states,

The sixth National Education Goal

"By the year 2000, every school in America will be

free of drugs and violence and will off er a disciplined
environment conducive to learning."

Interventions, and

proposed innovative changes, are many.
4

Few have been
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evaluated empirically to assess their impact on the factors
that contribute to the violence that has been affecting our
nation's youths.
Conflict is particularly pervasive in urban schools as
a result of their large size, limited resources, and
diversity (Inger, 1991).

Conflict is considered to be a

normal occurrence in all schools and everyone's life.

It

should be noted that conflict resolution programs have only
been legitimized as a topic for systematic study in the last
few years.

Conflict resolution is defined as follows:

"a

constructive approach to interpersonal and intergroup
conflicts that helps people with opposing positions to work
together to arrive at a mutually acceptable compromise
solution"

(Inger, 1991).

Conflict resolution curricula has

been promoted as the "forth R"

(Inger, 1991).

Advocates see

this approach as one that enhances a democratic environment
and broaches issues such as discrimination, racism, and
sexism (Inger, 1991).
All students in 67 Chicago public high schools will
take courses in dispute resolution as part of ninth and
tenth grade course work.

San Francisco public school

officials estimated that 75 percent of public schools will
have student mediation programs in place by 1991 (Roderick,
1988).

It is important to point out that this movement and

type of intervention or training is not new to the field of
business.

In the last two decades, the conflict resolution
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movement has also reached the fields of law, social action,
international relations, and education (Roderick, 1988) .

In

1982, the Community Board Center for Policy and Training in
San Francisco initiated its School Initiatives Program.
This program was published for replication around the
country (Roderick, 1988).

Though few empirically based

experimental studies have been conducted, advocates point to
anecdotal type observations as evidence for making conflict
resolution a central part of the school curriculum.

Many

programs focus on communication, critical thinking, and
problem solving skills.

Though programs vary, the common

elements shared by most consist of the demonstration of
alternative approaches to aggression and instruction on how
to choose these alternatives in every day life (Roderick,
1988).

"Evaluation conducted by the Chicago Board of

Education's testing unit show that as a result of the
program, children's attitudes about how to cope
conflict changed dramatically in positive ways"

with
(Roderick,

1988).
In a study designed to evaluate the results of a
conflict manager program in an elementary school in Virginia
it was recommended that conflict resolution programs be used
as part of the regular education environment (Stuart, 1991).
This program was reported to reduce tension, enhance selfesteem, increase student responsibility, increase
instructional time, and improve skills involving effective
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problem solving, communication, teamwork, and critical
thinking (Stuart, 1991).

Social development was considered,

at this school, to be an important and integrally related
component to facilitate academic achievement.

The social

adjustment of individuals has been found to be directly
related to their success at solving interpersonal problems
(Spivack, 1974) .
Contemporary culture inadvertently supports violence
through media, relationships, and politics (Malm, 1992).
Teachers and educators must assume the role of change agent
to advocate, teach, and model positive behaviors to promote
the healthy social maturation of their students.

Aggression

and violent behavior has been exhibited by school age
children at an alarming rate (Malm, 1992).

Educators and

researchers are now called upon to respond before this
aggression and violence permeates itself into the greater
society (Malm, 1992).

"Schools need to recognize that they

are the training ground and

source of ethics and moral

preparation for our children, and thus must provide strong
models and programs for social behavior"

(Malm, 1992).

Satchel (1992) conducted a study in which teacher
rating scales were utilized as the dependent measure to
evaluate the effectiveness of a conflict resolution program.
Changes in pretest and post-test measures were utilized to
document an increase in peer relations and student feelings
about school.

Fifty percent of the students made progress
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with respect to improvements in their conflict resolution
scores.

The number of misbehavior referrals decreased.

Tardiness, cheating, abusive language, and sexual misconduct
behaviors were also found to decrease.

Overall, the

conflict resolution program studied was found to have been
beneficial to the school environment and the development of
social skills.
Listening, problem solving, oral language expression,
and critical thinking skills have been deemed necessary
components in the obtainment of academic excellence, Nation
At Risk (National Commission on Excellence on Education,
1983).

Given this view, conflict resolution techniques can,

and should, be launched in the public school setting.
The Illinois Department of Public Health established
funding, in 1993, for the development of the Illinois
Council for the Prevention of Violence.

One of their goals,

to date, has been to review violence prevention resources
and make recommendations for their use.

Of the 15

recommended violence prevention resources for elementary
children, eight have not been systematically evaluated.

In

one program, process evaluations has been established.
Plans for conducting additional outcome evaluations are in
place, two programs have been evaluated utilizing a weak
design, and four programs have
well designed study.

been evaluated utilizing a

Finally it should be noted that the

resources being presented in training sessions for use, by

9

the Center for Conflict Resolution, in Chicago, has not been
scientifically evaluated.
Given these concerns, school responsibilities are being
redefined by the public.

Expanding paradigms of school

responsibility are, or have been developed.

Associations

such as the National Education Association, National
Foundation for the Improvement of Education, national school
boards and national parent-teacher association have all
become involved in developing preventative programs to
decrease student drop out rates.

Too often the search for

solutions involves blaming others which does little, if
anything, to improve the situation.

Empirical evidence is

required which is gained from field research that can
clearly demonstrate where and how improvements can be made.
Dryfoos (1991) states that the American educational system
was not designed to address the 21st-century's social and
health issues.

Collaborative efforts and further research

is necessary to address these critical concerns.

The local

community has charged the school with more than academic and
curricular responsibilities.

That is to say that moral,

social, and behavioral adjustments are now also considered
by many to be a responsibility of public school employees.
Given these facts and the newly developed mandates
related to school reform, considerably more research is
required at this time to document the effects of teacher
lead conflict resolution programs on social skills
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development and observable and/or measurable behavioral
problems that exist in many urban public school settings.
Some of the compelling questions that continue to exist are
as follows:

Does direct teaching of conflict resolution

skills heighten student awareness and therefore increase
student social skills?

Does an increase in social skills

directly result in fewer problem behaviors within
school setting?

an urban

What grades benefit from conflict

resolution training?

Are male and female students

differentially affected by conflict resolution training?
Does conflict resolution training decrease problem behaviors
within an urban school setting?
In a paper presented by Stringham (1995), risk factors
for violence were outlined and models that reportedly help
explore why many people are nonviolent despite risk factors
were discussed.

A client's belief about violence, skills in

resolving conflict, and style when approaching conflict can
explain where a client might be on the continuum of
violence.

Stringham's position is that practitioners can

pass on the lessons learned from nonviolent problem solving
youths to help parents and children become safer and less
violent.

These lessons, if adopted by school curriculum

experts, can be implemented in school buildings, reaching
young and impressionable children of all ages.
There is a great need to outline and broadly define
what student success really is (Thomas & Grimes, 1987).

The
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school psychologist is in a critical position with respect
to nurturing this new definition and apply techniques to
develop student social and emotional skills.

Interpersonal

social competencies are vital for student success.

Direct

training and learning in conflict management and resolution
may prove to be more beneficial than simply developing the
student's interpersonal skills.

Feidler (1990) pointed out

that frequent disruptions due to behavioral and social
problems make students susceptible to many academic
difficulties.

The school psychologist can assist the school

academically if, through conflict resolution training and
student conflict management development, students learn to
attend to the instructional tasks.

Adelson (1980)

documented an increase in the probability of adolescents
dropping out of school due to poor academic and/or social
performance.

It should be noted that Kohlberg, Lacrosse,

and Ricks (1972), Cowen, Pederson, Babigian, Izzo, and Trost
(1973), and Asher and Gattman (1981) predicted that
adolescents who are not socially adept may experience more
than their fair share of mental health difficulties in
adulthood.
Studies on Peer Mediation
Fowler (1992) conducted a study to investigate the
effects of a peer conflict management program in a public
middle school setting.

The first year implementation

impacts were investigated by use of a program evaluation
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paradigm.

Program intervention effects related to the

school and 24 conflict managers were systematically
determined by comparing baseline data prior to
implementation of the intervention to the year end data
after the intervention.

The data set included a review a

school records, surveys, questionnaires, interviews,
observations, and analysis of mediation session record
forms.

The results indicated that the program was

positively perceived by the student body.

The program was

utilized frequently and the majority of conflicts were
settled in a positive way.

A high percentage of these

resolutions were reported to be in effect up to four to
eight weeks following mediation sessions.

Administrators

and counselors said that they dealt with fewer discipline
problems.

Student suspension rates remained constant

throughout the program implementation.

Attempts to measure

attitudinal changes among the student body and the faculty
were unsuccessful.

No statistical differences were found

for the conflict manager's grades, attendance, or scores on
a measure of self-esteem.

The results of this study provide

empirical confirmation of previously published anecdotal
reports.

However, generalization remains limited.

It is

perhaps better to view this study as a pilot study.
Ikram (1992) evaluated the effectiveness of an
experimental peer based conflict management training program
conducted in a public middle school.

As a result of the
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program, unproductive conflicts were reportedly reduced
between and among students.

The program appeared to

contribute to effective teaching and learning.

The program

was credited with assisting the diversion of responsibility
from teacher to student with respect to resolving classroom
conflicts.

Utilizing a self-esteem measure, conflict

attitudes measures, and deviant behavior measures

of

students as dependent measures, significant increases were
found in student knowledge of approaches to conflict
resolution and self-esteem.

It should be noted that no

significant differences were found in the frequency of
deviant behaviors of students.

However, disruptive

behaviors were lowered.
A similar study was conducted by Skinner-Hughes (1991) .
This study was crafted to examine the effects of a conflict
management program on high school female students.
Differences between the control and experimental groups were
evaluated by comparing videotape recordings, classroom
behavior rating scales, behavior checklists, and student
records of discipline referrals across groups.

The

experimental group received a full day of conflict
management skills training.

The control group participated

in a two hour discussion about conflict.

Comparative

results indicated that there was a relationship between the
training condition and videotaped behaviors.

Limited

behavior changes were evidenced by the behavior rating
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scales.

That is to say that aggressive behavior decreased

in the experimental group.
Gentry and Benenson (1992) investigated the question of
transference of skills from the school environment to the
home milieu.

Since the number of school-based peer

mediation programs have increased (Koch, 1988; Stichter,
1986), their effects are in need of further clarification.
Gentry and Benenson studied the extent of the transfer of
these skills to sibling relations, communication with
siblings, and the extent of parent intervention necessary
with respect to resolving sibling quarrels.
was provided by a structured interview.

Instrumentation

Several significant

findings were revealed by an analysis of the data set.
Children who were involved in peer mediation training:
perceived a decline in the frequency of their sibling
conflicts; perceived the intensity of sibling conflicts to
have declined.

Parents perceived the frequency of conflicts

between their child and his or her other siblings to have
declined.

Parents also perceived their children as being

more capable of productive talk and perceived their need to
intervene during conflicts as reduced.

Despite some

methodological limitations of this study, it seems
reasonable to conclude that student conflict managers and
their families can benefit from the children's participation
in a school-based peer mediation program.
Due to the regular occurrence of conflict within the
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school environment, Rouch and Hall (1993) conducted a study
using fourth, fifth, and sixth grade student participants.
They designed a multipronged educational intervention
program that consisted of three components: 1) teaching
conflict resolution classes to all elementary students; 2)
providing an elective course in the junior high level, on
peaceful conflict resolution; and 3) training students to
act as peer mediators on the elementary school playground.
A curriculum-based measurement was developed to document the
increase in student's knowledge of conflict resolution
concepts.

A significant difference was noted between pre-

and post-test measures of student knowledge indicating that
student knowledge was enhanced after exposure to a series of
direct lessons related to conflict resolution skills.

The

Piers-Harris Children's Self-Concept Scale (PH) was used as
a dependent measure to determine if mediation training and
experience affected self-concept.

This scale was

administered as a pre- and post-test measurement.

Due to

the small number of students, a sign test was used to
determine if differences existed.

A significant difference

was found on the self-concept measures of the junior high
students.

The Culture-Free-Self-Esteem Inventory was used

as the self-esteem inventory for the elementary school
participant.

No statistical significance were found in the

pre- and post-test measures on this scale.

A chi-square

test indicated fewer misconduct slips turned in by the
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recess supervisors as a result of the peer mediation
procedure.

In sum, the results of these studies demonstrate

how different schools can approach and solve school
discipline problems by teaching peaceful conflict resolution
skills.

Of course, more research is necessary to more

precisely determine the nature of the relationship between
time involved in learning and using peaceful conflict
resolution skills to improve a student's self-concept.
Emotional Literacy
Learning does not take place in isolation from a social
and emotional environment.

Classes, programs, and

curricular projects are being launched across the country in
an attempt to teach social and emotional literacy.

Many

teacher, parent, and community reports indicate that there
is a need to design lessons to handle emotions, settle
disagreements peaceably, and develop appropriate social
skills.

The necessity is evidenced in the growing United

States juvenile arrest rates for violent crimes.

While

these overall rates remain alarming, the rate for inner city
African-American school children is often reported to be
double that of other groups.

The emotional-literacy

movement of the 1960s (i.e., the affective education
movement) is now being extended to include learning how to
respond in a prosocial manner when one is emotionally
charged.

Golemen (1995) reported that programs are

effective when they teach a core of emotional and social
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competencies such as impulse control, managing anger, and
finding creative solutions to social problems, Goleman
(1995).

These programs and/or classes must become

ingrained, by repetition, to ensure that emotional learning
occurs, Goleman (1995).

Results of such programming have

been clearly documented [e.g., Child Development Project
(1991), Paths (1992), Seattle Social Development Project
(1991), and the Yale-New Haven Social Competence Promotion
Program (1990)].

Improvements were documented in student

responsibility, assertiveness, social-cognitive skills,
frustration, and attachments with family and school persons.
Active ingredients in these programs include developing the

ability to identify and label feelings, expression of
feelings, assessment of the intensity of emotions, learning
to manage feelings, controlling impulses, and developing. the
knowledge of the difference between feelings and actions,
(Hawkins et al., 1992).

In addition, these consortium

investigator's study also outlined cognitive and behavioral
skills that also need to be developed in students for real
behavioral and social change to occur.

Cognitive skills

included the following: self-talk; understanding social
cues; utilizing a step by step problem-solving and decision
making procedure; understanding the perspectives of others;
understanding behavioral norms; and the development of more
self-awareness.

Behavior skills that were found to be

valuable included learning, and demonstrating appropriate
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verbal and non-verbal communication skills.
Daniel Goleman, in his book, Emotional Intelligence
(1995) outlined the "Hallmarks of the Emotional Mind".
Goleman sites the work of Paul Ekman (1992) when describing
how humans psychologically respond.

The emotional mind is

described as being far quicker than the rational mind.
quickness precludes the analytical thinking mind.

This

These

immediate actions, that spring from the emotional mind, are
extremely fortified and clear.

They also appear to simplify

the way one looks at things, bewildering the rational mind.
The emotional mind makes an immediate appraisal of needs and
appears to be automatic.

These emotional responses

reportedly sweep over individuals before they quite know
what has happened.

Accuracy is often sacrificed for speed.

This automatic response is beneficial for charges of
immediate responses to danger, but can cause serious
misperceptions, misguided thoughts, and behavioral mistakes.
Because it takes the rational mind longer to respond, our
first impulses are drawn from the emotional mind.

The

rational mind can control the route that we can take to
respond to stimuli but, emotions and feelings typically play
a vital role.

The logic of the emotional mind is

associative, not reality based.

Features from current

percepts are linked with past memories that trigger
emotions.

These emotions then become experienced as if the

past is being revisited.

This is why the emotional mind
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appears to be so child like.

The more intense the emotion,

the more child like the response.
considered to be state-specific.
when we are feeling happy is

Emotions are also
How we think and react

considered to be different

than how we think when we are upset.
This

knowledge of how humans respond emotionally is an

extremely important reference point for researchers and
practitioners who attempt to work in
programs.

affective education

Students who are not directly taught this

knowledge remain emotionally illiterate and susceptible to
irrational emotional behaviors.

Since conflict resolution

and peer mediation programs involve rational discussions of
one's feelings, it is recommended that programs must
incorporate emotional literacy knowledge into the practice.
It is recognized that schools and communities demand that
students act rationally.

But, interventionists must assist

their students to become aware that, at times, they are
quite irrational due to their emotions.

Students can then

become aware of when they can be the most productive with
respect to their own social problem solving efforts.
Johnson, Johnson, and Dudley (1992) implemented a peer
mediation program in a Midwestern, suburban, middle-class
elementary school.

Findings indicated that there was a

reduction in the number of conflicts ref erred to the
teacher.

Generalization of these procedures and skills to

the students' lives outside of the school setting was
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documented.

These results confirmed these researchers' aim

that student conflicts were reduced in number, and the
remaining conflicts that did occur were resolved by the
students themselves.

The authors concluded that disputants

must receive training on negotiation and problem solving
strategies for these skills to occur naturally and without
teacher intervention.

Further, students must also be taught

how to monitor and control their own emotions when
negotiating and problem solving.
The debate between the primacy of affect over cognition
has become center stage for developers of many intervention
programs (Lazarus, 1982; Zajonc, 1980).

For the most part,

the stance of the practitioners determines if the focus of
the intervention is on controlling anger or on developing
cognitive social problem solving skills to mediate overt
aggressive behavior.

As a result, an integrative model of

affect and cognition has gained acceptance and application.
Such a model recognizes the mutual causal effects of
affective and cognitive involvement (Greenberg & Safran,
1984; Maccoby & Martin, 1983; Mitchell & Madigan, 1984).
These areas of human functioning operate in complimentarily,
not necessarily hierarchically.

Many have stated that

cognition and affect are not truly differentiable (Cowan,
1982; Eliase, Branden-Muller, & Syette, 1991).

An additive

variable, social-cognitive skills, has recently been
included in much of the research in the area (Branden-
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Muller, Elias, Gara & Schneider, 1992).

Social-cognitive

skills are considered by many to be critical with respect to
a child's development.

Turiel (1983) defined social-

cognitive skills as one's understanding of relationships and
social behaviors.

Branden-Muller, Elias, Gara, and

Schneider (1992) examined the relationships among affect,
cognition, and social-cognition skills.

Eighty-seven fourth

and fifth grade students participated in this study.

The

results confirmed a few developmental trends such as the
need for the development of the ability to anticipate
emotional reactions of others.

This skill reportedly

develops between third and fifth grade.

In addition, it was

found that as children get older, they often feel less
confident that they can effectively resolve interpersonal
problems, and less sure that their actions can produce a
desirable effect.

There was no relationship found between

cognitive and social cognitive variables, or interpersonal
problem solving.

Given these findings, a case can be made

for the notion that the development of academic skills does
not necessarily affect social-problem solving abilities.

If

this finding is confirmed to be the case, it is recommended
that school should include affective and interpersonal
problem solving, or other social-cognitive skills training,
for their students if educators are truly expecting their
students to fully develop.

Affective skills were found as

related to social-cognitive skills.

Again, this finding
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points to the importance of affective development,
understanding, and education.
be beneficial in this area.

Future research may prove to
It is recommended that special

attention be directed at the impact
intervention approaches

of different

as well as their impact on diverse

populations.
Social and Conflict Resolution Skills Development
Effective social skills training programs have been
used extensively in an effort to promote satisfying peer
relations between students (Schneider, Bubin, & Ledingham,
1985) .

The results of several studies and common knowledge

indicates that satisfying peer relationships contribute to
successful academic performance.

Despite the successes of

many social skills training interventions, Asher (1985)
pointed out that many of these programs leave up to 50
percent of the participating student unaffected.

Further,

these interventions often do not contribute positively to
the development of positive interpersonal peer
relationships.

As a result, children's conflict resolution

skills are now focused upon since this aspect of student
life is relevant in enhancing actualized social skills
functioning.

Bryant (1992) examined student's conflict

resolution strategies in relation to their social status.
This study included 167 students from the fourth, fifth, and
sixth grades.

Students who resolved their conflicts in a

peaceful, calm manner were perceived as being more popular
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than their peers that choose to typically resolve their
conflicts in an angry retaliatory or withdrawn/avoidant
manner.

Rejected students were viewed as utilizing the

withdrawal/avoidance strategy more than popular students.
These findings clearly places the study of conflict
resolution skills center stage when studying social skills.
This study also indicated the validity of using student
ratings when called upon to assess student perceptions.
Beelmann, Pfingsten, and Losel (1994) conducted a metaanalytical review of 49 studies, from 1981 to 1990, on the
effects of social competence training on three to 15 year
olds.

Findings indicated that this training was moderately

effective but, effect size was reported as smaller than
previously published studies.

Significant effect sizes were

found only when direct goal criteria, such as socialcognitive skills, were evaluated.
were considered to be weak.

But, long-term effects

These authors concluded that

further primary studies were necessary in addition to
determining the specific components to be used with diverse
groups.

Social skills training was found to be more

significant with older, as opposed to younger, student
groups.

It should be noted that these authors recommended

that more gender specific studies be conducted to examine
the differential effects across genders.
A study conducted by Abalbjarnardottir (1993) examined
whether social-cognitive competence and skills of elementary
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children could be successfully promoted by the school
system.

The focus of this study was to assist students to

resolve their interpersonal conflicts.

Results indicated

that children in the experimental group demonstrated
improved abilities to resolve their interpersonal conflicts
on and off the school yard.
Emotional, Violence, and Social Development
Conflict Resolution programs are similar in their basic
nature.

The majority of these programs focus on teaching

skills that allow a student to define and analyze a problem,
communicate about a problem, listen to others, take the
perspective of others, generate alternative strategies to

resolve the problem, and evaluate the results.

The ability

to take the perspective of another person is reported to be
a developmental achievement (Selman, 1980).

Selman defined

levels of developmental negotiation strategies.

He claims

that the ability to negotiate with others develops with
time.

These steps of negotiating follow a path consisting

of the following components: use of impulsive/egocentric
strategies; use of unilateral/one-way strategies; use of
reciprocal/ reflective strategies; and collaborative/mutual
strategies.
According to coping-competence theory, the current
challenges that youths face will determine their life
outcomes.

Blechman, Prinz, and Dumas (1995) stated that

resilient youths cope prosocially due to prepared language-
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based prosocial coping abilities developed during childhood.
Unprepared youths utilize antisocial coping skills which
adversely effect their life outcomes.

Further, it should be

noted, that the way a youth copes, or problem-solves, can be
used to predict their future life outcomes.

Much of the

violence that occurs in the United States, which
incidentally is reported to be tbe most violent
industrialized country in the world (Fingerhut & Kleinman,
1990), is due to the aggression that develops in
perpetrators early in their life course (Loeber & Dishian,
1983; Werner, 1993; Woldfgange, Thornberry, & Figlio, 1987).
Five to eight percent of children are at risk for persistent
aggression and qualifying for a DSM-IV conduct disorder
diagnosis (American Psychiatric Association, 1994).

Many

claim that aggression-prevention programs should be driven
by what we know· about the development of human violence
(Richters & Cicchetti, 1993).

Richters and Cicchetti (1993)

also state that the growing body of information about the
developmental predictors of violent behavior is varied in
reference to identified causal factors and models used to
explain conduct disorders.

It is recommended that this

information related to about the malleable high-risk
correlates should be incorporated into the design of
prevention programs and then the programs can be
systematically tested and revised.

From early childhood,

many high risk youths use antisocial coping skills when
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challenged.

These students often find peer group niches

within a deviant group due to their expertise at antisocial
coping skills.

This pattern of behavior often results in

school expulsion, voluntary leaving, teenage pregnancy,
suicide, and substance-related disorders (Campas, Malcorne,

& Fondacara, 1988).

On the other hand, resilient youth

develop prosocially, construct a competent self-system, and
maximize favorable life outcomes due to protective
circumstances (Masten, Best, & Garmezy, 1990).
The coping competence developmental model (Blechman,
Prinz, & Dumas, 1995) identifies first order constructs,
surface characteristics, risk-protection variables, and
competence variables that continuously interact to produce
causal factors that influence the challenge encounters that
a child experiences.

The challenge encounter and challenge

response, directly and cumulatively influence current and
future life outcomes for the child.

Furthermore, these

first-order constructs are supported by second-order
constructs that can be viewed as determinants of future life
outcomes.

Surface characteristics are supported by three

independent second-order constructs (physical
attractiveness, gender, and visible ethnicity).

If these

surface characteristics are valued, then positive
development occurs.

Second-order variables supporting risk

protection variables include the following: parent warmth;
parent skill; child temperament; child intelligence.
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Competence is supported by three interdependent second-order
constructs (dominant coping strategy, social reputation, and
self-definition).

One's dominant coping strategy describes

the modal response to past challenges (prosocial, asocial,
antisocial) .

Challenge-exposure constructs include two

interdependent second-order constructs (controllable
challenges, uncontrollable challenges).

Protective factors

are those correlates that can be used to predict prosocial
development.

These factors include: parental warmth; parent

skill and positive modeling; timely exposure to controllable
challenges; and encouraging information exchange about
prosocial coping skills.

Skilled parents may effectively

use behavior management (Bronfenbrenner, 1986) and protect
their children from otherwise uncontrollable.challenges
while guiding them through developmentally appropriate
challenges, setting high standard and helping their child
comply with guidelines (Brown, Mounts, Lamborn, & Steinberg,
1993; Dishian, Patterson, Stoolmiller, & Skinner, 1991).
Kohlberg's stage theory of moral reasoning (1969)
defines prosocial coping as postconventional reasoning in
which morality is derived from ethical principles about
reciprocal rights and responsibilities of citizens in a
democratic society.

Asocial coping involves conventional

reasoning where morality is equal to socially approved
action.

Antisocial coping is preconventional reasoning in

which morality depends on what one has to gain or lose
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personally.

Prosocial coping involves acceptance of

challenges, recognition of controllable and uncontrollable
challenges, delay of gratification, frustration tolerance,
self-soothing skills, and a regular exchange of information
with others (Kovacs, Feinberg, Crouse-Novak, Paulauskas, &
Kindlestein, 1984; Weisz, Sweezy, Proffitt, & Carr, 1993).
Information exchange stimulates higher-order cognitive
development when one's own perspective is reviewed and
examined against others' perspectives (Luria, 1961;
Vygotsky, 1981).
If youths can be coached to resolve challenges in a
successful manner, more positive life outcomes can be
predicted.

That is to say that through challenge

encounters, youths gain control over their own fates.
Educational programming can assist youths in developing
these skills by·ensuring that the protective factors
outlined above are provided in the classroom and school
environment.

Teachers, school psychologists, and many

others can supply warmth and skill in the protective range,
so that formerly high-risk youths could be expected to
follow a new, resilient trajectory (Blechman, 1992).
Given what is described above, it is my recommendation
that future prevention research projects should be designed
in an effort to measure the long-term effects of prolonged
student exposure to experiences with a warm and skilled
mentor (Cowen & Work, 1988).
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Special Populations
Minority youths are a population of special concern in
research on childhood aggression and intervention.

Minority

children are disproportionately at risk for aggression and
anti-social life outcomes (Wilson & Herrnstein, 1985) .
African-American children represent 25 percent of the public
school population but, comprise 40 percent of all
suspensions and expulsions, about half of which are prompted
by school staff perceptions of excessive aggression (Reed,
1988).

Minority youths are also at the highest risk for

death by homicide.

More than half of all deaths for

African-American males, ages 15 through 19, are caused by
homicide in California alone (Bureau of Criminal Statistics,
1990).

Psychologists, working with this population, have

become increasingly aware of the need for interventions that
have been proven successful.

Hudley and Graham (1995)

evaluated four types of interventions that have distinct
theoretical underpinnings and for which evaluation data are
available.

These approaches have been utilized specifically

for the portion of African-American males who are identified
as being at risk to engage in socially undesirable
aggressive behaviors.

All four approaches are school-based

interventions, aimed primarily at elementary school aged
children.

The four targeted approaches have been derived

from the following respective theoretical orientations:
social cognition/attribution theory;

social cognition/
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problem solving skills; clinical development; and
afrocentricity.

The overall findings indicated that these

intervention approaches were successful.

Social cognition

and attribution theory approaches were found to assist these
children to infer non-hostile intention in ambiguous
situations which in turn, influenced their own feelings of
anger and/or aggression responding.

For the students who

were exposed to the social cognitive approach that focused
on problem solving and skills training, it was found that
these students could be taught an expanding repertoire of
interpersonal skills that resulted in more positive
perceptions on the part of teachers and peers.

Those

students that were exposed to the clinical developmental
approach developed more mature skills in reference to peer
conflict resolution.

And in a number of the all male

classrooms, in which an afrocentric approach was used,
evidence was found that the participant's self-confidence
was improved.

Of course, longitudinal data are necessary to

accurately access the ability of these programs to instill
permanent prosocial changes in these students.

In addition

to the need of longitudinal data, it is recommended that
interventionists make an effort to devise ways to increase
the potency of their treatments to ensure a greater and more
lasting effect.

Finally, it is recommended that projects

need to be designed to focus on the subtypes of socially
deviant youths who could actually prof it from a specific
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kind of intervention.

For example, though this population

appears clearly defined, this group is too diverse for a
single effective approach.
aggressive needs to be

Perhaps, what makes one

further defined, enabling future

researchers to more clearly link subjects with viable
interventions.

CHAPTER III
METHOD
Hypotheses
The following null hypotheses were tested:
1.

There is no difference in the student ratings of

social skills (cooperation, assertion, self-control, or
empathy) across treatment conditions (E/C) , grade levels
(fourth, fifth, and sixth), or genders.
2.

There is no difference in the teacher ratings of

social skills (cooperation, assertion, or self control)
across treatment conditions (E/C), grade levels (fourth,
fifth, and sixth), or genders.
3.

There is no difference in the teacher ratings of

behavior skills (externalizing, internalizing,
hyperactivity, and total behaviors) across treatment
conditions (E/C), grade levels (fourth, fifth, and sixth),
or genders.
4.

There is no difference in student grades given by

the teachers (A, B, C, D, or F) across treatment conditions
(E/C) .
5.

There is no difference in student conduct grades

given by the counselor (A, B, C, D, or F) across treatment
conditions (E/C) .
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Additional analyses of the data sets were conducted by
charting schoolwide suspension rates between the years 1993
to 1996.

Suspension rates were systematically examined

across grades, genders, and groups to determine if the
introduction of the treatment condition effected the number
of suspensions that occurred.
Participants
Participants included 173 fourth, fifth, and sixth
grade students from a large urban school district.
seven students made up the experimental group.
students made up the control group.
were males (46.82%).
(53.18%).

Eighty-

Eighty-six

Eighty-one students

Ninety-two students were females

Fifty-nine students were from the fourth grade.

Sixty-two students were from the fifth grade.
students were from the sixth grade.

Fifty-two

It should be noted that

this will be a nonprobability sample of convenience.

That

is to say that established classrooms of children were not
altered during the time of this study.

Classrooms were

selected by the participating school's principal.
intact classrooms were used in this study.

Six

Two classrooms

(one experimental and one control classroom) were selected
from each grade level (fourth, fifth, and sixth) .

Due to

the school's mobility rate (43.3%), 86 originally included
subjects were omitted because they were unavailable for both
the pre-test and post-test measurements.
Students were selected from a large urban school

34

system.

Ninety-eight percent of the student population from

the participating school qualify for reduced or free
lunches.

This school has a 92.7% attendance rate and 93% of

this population's income was well below the poverty line.
The school building is situated in a high crime police
district.

This area has been categorized as having one of

the highest crime areas in the city.
Subjects were assumed to share similar economic status
and cultural influence.

Informed consent was required and

obtained from each participating subject's legal guardian.
Setting
This study took place in the regular education

classroom setting.

All experimental subjects received

treatment within their regular classroom.

The experimenters

were the regular education classroom teachers.

These

teachers assisted in the maintenance of consistency in the
subject's educational lives.

These teachers also controlled

for the possible subject reaction to an unknown experimenter
and pre-test condition.

Normalcy, consistency and

reliability were the features of this setting.

Teachers

receive training in the conflict resolution curriculum
selected for this study.

Teachers were given the

flexibility to schedule these lessons into their regular
school day.

All teachers, individually, decided to conduct

these lessons in the afternoon, after lunch, due to the
enforced structured day of reading and language arts time in
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the morning for all classes, all grades.
Procedures and Measurement
Baseline data was collected on every subject.

Each

teacher completed a Social Skills Rating System Elementary
Teacher Form questionnaire for each student in their
classroom for both groups.

In addition, each student

completed a Social Skills Rating System Elementary Student
Form questionnaire for both groups.

Both of these

dependent measures served as baseline data.

A Multivariant

T square test was utilized to distinguish if the two groups
were comparable at the beginning of the investigation.
The Social Skills Rating System was selected as the
dependent measure for this study.

Three methods were used

to estimate reliability (internal consistency, test-retest,
and interrater) .

The internal consistency estimates for all

forms ranged from .83 to .94 for Social Skills.

Overall,

these coefficients indicate a relatively high degree of
scale homogeneity.

Subscale internal consistency estimates

were reported to be lower, ranging between .78 and .84.
Internal consistency estimates were reported to be about the
same for males and females at all levels.

The test-retest

reliability estimates indicated that there was adequate
temporal stability (.85

for Social Skills and .84 for

Problem Behaviors) on teacher ratings.

Student self-ratings

of Social Skills yielded a reliability coefficient of .68.
These findings indicate good to excellent stability for
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Teacher forms and adequate support for Student forms.
Interrater techniques were utilized to estimate reliability
and construct validity.

These coefficients, for the

Elementary level, ranged between .03 and .41 with a median
correlation of .26 (p

<

.001).

Several validation strategies were used to estimate the
validity of this measure.

Based on this evidence, it has

been stated that "the SSRS is valid for screening and
categorizing children in terms of their social skills,
problem behaviors, and academic competence."

Content

validity, and social validity was established by importance
ratings utilizing expert professional judgement, and
experienced researchers which nominated a pool of items.
Criterion-related validity was established by correlating
the SSRS with the Social Behavior Assessment (SBA) .

A

moderate to high correlation between the SSRS and SBA was
found suggesting that these scales are measuring similar
constructs.

Moderate to high correlations were also found

between the SSRS and the Harter Teacher Rating Scale (TRS) .
Validity coefficients ranged from .44 to .70.

Correlations

were also calculated between the SSRS and the Piers-Harris
Children's Self-Concept Scale, Child Behavior Checklist,
and the Walker-McConnell Scale of Social Competence and
School Adjustment.

All correlations appear to be adequate

to support the construct validity of the instrument.

It

should also be noted that these findings were consistent
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with theoretical expectations.

Though it has been clearly

stated by the authors that more work remains to be
completed, the SSRS appears to be a reasonable, useful, and
efficient approach to the assessment and evaluation of
social skills.
Design
The design utilized in this study was a before and
after control group design plan.
y
y

x y
x y

The experimental group will consist of one fourth,
fifth, and sixth grade classroom.

The participating

school's principal determined the treatment assignments.
The school's principal divided the groups randomly, unknown
to the examiner.

The comparison group consist of one

fourth, fifth, and sixth grade classroom.

Three independent

variables (gender, grade, group) and eight dependent
variables (cooperation, assertion, empathy, self-control,
internalizing behaviors, externalizing behaviors,
hyperactive behaviors, and total behavior) will be analyzed
using a 2 x 3 x 2 factorial analysis of variance procedures.
The analytical paradigm is presented below.
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Xla

Xlb

X2a

X2b

X2a

X2b

X3a

Ya

Ya

Ya

Ya

X3b

Ya

Ya

Ya

Ya

X3c

Ya

Ya

Ya

Ya

Where the Independent variables
Xla/Xlb (experimental group/comparison group)
X2a/X2b (female/male)
X3a/X3b/X3c (grade 4/grade 5/grade 6)

It should be noted that gender and grade placement are
the two inactive/attribute independent variables that
be used to control for individual differences.

will

Conflict

Resolution training served as the active independent
variable that was manipulated and analyzed across the
experimental and comparison groups.

The experimental group

received training in conflict resolution methods.
comparison group will not receive any training.

The
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Where Dependent variables

=

Yb (Social Skills Rating System Scale Scores Pre
Test Scores);
*teacher form included cooperation, assertion and selfcontrol social skills and, externalizing, hyperactivity and
internalizing problem behavior subtests
*student ratings include cooperation, assertion, empathy,
and self-control)

Ya (Social Skills Rating System Scale Scores
Post Test Scores) ;
*student form will include cooperation, assertion, empathy,
and, self-control subtests
*teacher forms include cooperation, assertion, and self
control social skills and the behavioral variables of
externalizing, internalizing, hyperactivity, and total
behaviors)
*student conduct grades, given by the student's respective
teacher ranging from A to F following the end of the school
year
*student conduct grades, given by the student's guidance
counselor, ranging from A to F
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First of all, pre-test scores were compared to
determine if the two groups (experimental and control) were
statistically different at the outset of the investigation.
Following the determination that there was no difference
between groups, a Multivariant Analysis of Variance
procedure was conducted to test group, grade, and gender
differences and interaction effects.
Treatment
The experimental group received direct instruction in
conflict resolution techniques.

The selected treatment, for

this study was the Classroom Conflict Resolution Training
For Elementary Schools.

This curriculum was designed by The

Community Board Program, in San Francisco in 1992.

This

curriculum is suggested for use with elementary age children
between the third through eighth grades.

The program is

designed to foster communication and problem solving skills
for elementary children.
classroom activities.

The curriculum includes 19

Lesson plans are provided, as are the

necessary handouts, in the teacher resource component.

Each

lesson is outlined for the teaching (including the time that
should be spent on each lesson) the questions to utilize to
generate class discussion, and the general objective of each
lesson.
This Conflict Resolution Training curriculum was
designed to address new skills in communication,
understanding and labeling feelings, understanding other
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peoples points of view, problem identification, and open
classroom discussions.
Conflict Managers were also trained to assist other
students to resolve disputes.

These Conflict Managers

receive extra training in communication skills and the
procedure that they will follow when assisting others to
solve disputes.

These managers will be elected from each

participating classroom.

When a dispute manifests itself in

the classroom, the teacher may offer the choice to resolve
the conflict with the assistance of the Conflict Managers.
If the disputants choose, time is be made available for the
group of four, two disputants and two conflict managers, to
resolve the current conflict.

Teacher supervision of these

sessions is limited to proximity control.

No interruptions

from the teacher are required unless the disputants become
involved in a physical fight.
Following the completion of the 19 conflict resolution
lessons, each teacher and student in both groups, was asked
to complete follow-up Social Skills Rating System
questionnaires.

The treatment phase lasted for five months

(i.e., the second semester of the regular school year).
It should be noted that each teacher was asked to give
each of their students a conduct grade.
to F.

Grades range from A

Teachers were instructed to use the follow

scale

when making their conduct evaluations: A = excellence; B
above average; C = average; D = below average/needs work;
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and F = failure to conduct self appropriately within the
school setting.

CHAPTER IV
RESULTS
As noted in Chapter III, prior to the statistical
investigation of group differences, group pre-test
comparisons were completed.

Hotelling's T-squared tests

were completed on all student variables and teacher
variables to determine if groups were statistically
different prior to the treatment.

Groups were not found to

be statistically different at the beginning of the
investigation.
in Table 1.

These T-squared test results are summarized
Tables 2 and 3 present the raw score means and

standard deviations of the teacher SSRS post-test scores
across groups, grades, and genders.
Results Related to Testing Null Hypothesis One
Null Hypothesis one was designed to test for
differences in the student social skills ratings across
treatment conditions, grades, or genders.

As stated above,

no differences were found between the two groups prior to
the introduction of the treatment (see Table 1) .

Since the

experimental and control groups were found to be comparable
prior to the intervention program, only the post-test scores
were used to test this hypothesis.
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Table 1
Hotelling's T-Sguared Group Comparisons of SSRS Pre-Test
Ratings
Student Ratings

Variable

Control Group
Mean
S.D.

Cooperation
Assertiveness
Self-Control

13.58
12.80
10.89

Experimental Group
Mean
S.D.
14.24
13.27
10.89

2.88
2.62
4.12

HOTELLING'S T-SQUARED = 3.022
F Test statistic: ((86-4/86-1)
F (4,82) = 0.729
Pr > F (4,82) = 0.5747

(4) X 3.02

2.93
3.21
3.92

.72

Group Mean and Standard Deviations SSRS T-Test Group
Comparisons of Pre-Test Ratings
Teacher Ratings

Variable

Control Group
Mean
S.D.

Cooperation
Assertiveness
Self-Control

9.68
9.75
10.60

10.03
10.00
11.43

4.78
4.34
4.49

Externalizing
Internalizing
Hyperactivity
Total Behavior

Behavior Variables
4.22
3.76
3.63
3.87
3.17
3.81
5.70
3.25
4.85
14.11
9.32
12.67

3.95
2.89
3.48
8.73

Experimental Group
Mean
S.D.

Social Skills
4.48
4.37
4.22

HOTELLING'S T-SQUARED = 3.61
F Test statistic: ((86-7/86-1)
F (7,79) = 0.4800
Pr> F (4,82) = 0.8464

(7) X 3.61

.48
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Table 2
Group Means and Standard Deviations of Post-Test SSRS
Teacher Ratings by Groups, Grades, and Genders

GROUP 1 TREATMENT
Variable
Cooperation
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Assertiveness
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Self-Control
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

N

Mean

St. Dev.

10
20

12.20
12.10

4.54
4.56

14
14

8.43
13.36

5.54
4.70

15
14

11.40
11.86

4.59
4.38

10
20

12.90
10.75

2.23
3.66

14
14

10.29
15.50

4.30
4.36

15
14

9.73
9.86

3.93
4.43

10
20

13.00
12.85

3.68
4.55

14
14

11.93
15.71

4.39
4.34

15
14

10.60
12.21

4.30
5.02
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Table 2 (continued)

Variable
Total Social Skills
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

Mean

St. Dev.

10
20

38.10
36.05

9.12
9.89

14
14

30.64
45.21

11.62
12.37

15
14

31.73
33.93

11. 24
9.84

N

BEHAVIORAL VARIABLES
Externalizing
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Internalizing
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Hyperactivity
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

10
20

3.00
4.05

3.05
3.22

14
14

3.36
1.14

3.47
1. 40

15
14

4.27
3.36

2.34
3.91

10
20

2.10
3.05

1. 37
1. 93

14
14

3.50
2.79

2.79
3.26

15
14

5.87
5.36

2.06
2.67

10
20

4.10
3.85

2.88
2.47

14
14

5.21
2.29

3.51
2.33

15
14

5.33
3.71

2.66
2.55
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Table 2 (continued)

Variable
Total Behavior
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

N

Mean

St. Dev.

10
20

9.20
11.15

5.80
5.02

14
14

12.21
6.50

7.18
5.55

15
14

15.47
12.43

5.28
7.52

48
Table 3
Group Means and Standard Deviations of Post-Test SSRS
Teacher Ratings by Groups. Grades. and Genders

GROUP 1 CONTROL
Variable
Cooperation
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Assertiveness
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Self-Control
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

N

Mean

St. Dev.

16
13

8.94
14.54

4.28
5.74

16
18

8.56
11.89

5.57
4.27

10
13

10.60
13.85

2.17
5.94

16
13

10.31
11.69

3.57
4.66

16
18

10.50
13.78

4.65
3.80

10
13

10.40
10.77

3.41
6.51

16
13

11. 38
13.15

2.60
2.94

16
18

11. 25
12.94

4.43
4.29

10
13

9.70
10.62

4.60
5.82
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Table 3 (continued)

Variable
Total Social Skills
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

Mean

St. Dev.

16
13

30.63
38.92

8.07
9.68

16
18

29.06
38.06

13.46
10.73

10
13

30.70
35.23

6.67
16.78

N

BEHAVIORAL VARIABLES
Externalizing
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Internalizing
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female
Hyperactivity
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

16
13

4.56
3.54

2.22
3.15

16
18

3.25
3.78

3.05
3.51

10
13

5.60
5.08

3.86
3.59

16
13

3.81
2.92

1. 38

16
18

3.75
2.33

3.19
2.17

10
13

5.00
5.85

2.31
3.21

16
13

6.81
3.77

2.17
2.49

16
18

5.94
3.67

4.19
2.83

10
13

5.70
4.85

2.36
3.26

2.22
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Table 3 (continued)

Variable

N

Total Behavior
Grade 4
male
female
Grade 5
male
female
Grade 6
male
female

Mean

St. Dev.

16
13

15.19
10.23

4.76
5.18

16
18

13.19
10.00

8.38
6.89

10
13

16.60
16.08

7.72
8.19

A 2 x 3 x 2 Multivariant Analysis of Variance (MANOVA)
was completed utilizing the four student post-test social
skills factor scores (cooperation, assertion, empathy, and
self-control) from the Social Skill Rating System (SSRS) as
dependent variables.

Raw scores were used to derive

descriptive statistics for the groups, grades, and genders.
The MANOVA of the student scores, using the Wilks criterion,
indicated that there were no significant interaction
effects.

In addition, the analysis indicated that no

significant main effects across groups (lambda = 0.99, F
0.10, p = 0.10).

Main effects were found across genders and

grades (lambda value for gender= 0.96, F = 6.15 with a p =
0.01 lambda value for grade = 0.93, F
These results are summarized in Table 4.

5.96 with p = 0.00).
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Table 4
Multivariate Tests of Significance For Student SSRS Ratings
Using the Wilks Criterion

Effect

Value

Approx. F

Signif. of F

Group by Grade
by Gender

0.97

1. 75

0.17

Grade by Gender

0.97

1. 65

0.19

Group by Gender

0.99

0.26

0.60

Group by Grade

0.97

1. 76

0.17

Gender

0.96

6.15

0.01*

Grade

0.93

5.92

0.00*

Group

0.99

0.10

0.74

Univariate F Values of Gender Effect for SSRS Student
Ratings for Student Ratings for Four Dependent Variables

Variable
Cooperation
Assertion
Empathy
Self-Control

F
5.60
4.83
12.77
1. 29

Error MS
7.05
5.08
7.25
18.12

Signif. of F.
0.01*
0.02*
0.00*
0.25
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Table 4 (continued)
Univariate F Values of Grade Effect for SSRS Student Ratings
For Four Dependent Variables

Variable

F

Cooperation
Assertion
Empathy
Self-Control

8.18
7.53
2.61
0.99

Error MS

Signif. of F.

7.05
5.08
7.25
18.12

0.00*
0.00*
0.07
0.37

A univariate analysis revealed a difference in three of
the four variables measured across genders.
variable F value was 5.60 (p = 0.01).
was 4.83
0.00).

(p = 0.02).

The cooperation

The assertion F value

The empathy F value was 12.77 (p

Taken together, these findings indicate that

differences were found between genders on the variables
assertion, cooperation, and empathy.

The remaining variable

(self-control) was not found to be significantly different
across genders.
A series of univariate analyses revealed a difference
in two of the four dependent variables across grades.
cooperation F value was 5.60 (p = 0.01).
value was 7.53 (p

The

The assertion F

0. 00) .

It should be noted the student ratings of the SSRS,
girls scored higher on cooperation (girls =13.09, boys =
12.84), assertion (girls = 12.56, boys = 11.86), and empathy
(girls = 14.08, boys = 13.17).

The mean for the boys on the
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self-control dependent measure was 11.21.

On the variable

self-control, girls scored higher in all grades except grade
four.

The boys in grade four scored themselves higher on

self-control than the girls did.
Grade differences in cooperation were found with those
participants in group one (the experimental group) scoring
higher in all grades compared to the control group
participants.

Mean scores in cooperation decreased in each

grade (4th= 13.79, 5th= 12.37, 6th= 11.85).
differences were also found on the

Grade

assertion scale. Mean

scores on the assertion dependent measure decreased in each
grade (4th = 12.98, 5th = 11.98, 6th = 11.35).

Students in

the experimental group rated themselves higher on assertion
than in grade four only.

Students in grade five and six

experimental groups rated assertion lower than participants
in the control group.

This finding indicates that students

in the control groups continued to rate themselves as being
more assertive than did the experimental group subjects,
with the exception of grade four.
Given these findings, the first null hypothesis was
rejected.

The Multivariate analysis of variance found a

difference in the SSRS ratings across genders and grades.
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Results Related to Testing Null Hypothesis Two
Null Hypothesis two was crafted to test for differences
in the teacher ratings of social skills (cooperation,
assertion, or self-control) across treatment conditions
(E/C), grade levels (fourth, fifth, and sixth), and genders.
A Hotelling's T-Square test was conducted on all teacher
pre-test measures to determine if groups were comparable
prior to the introduction of the treatment condition.
results are summarized in Table 1.

The

No significant

differences were found between groups on the three dependent
measures.

Post-test scores were compared to determine if

there were differences in social skills scores across
treatments, grades, or genders.

A 2 x 3 x 2 (groups,

grades, genders) Multivariate Analysis of Variance (MANOVA)
was performed on the data set using the three teacher posttest factor scores from the Social Skills Rating System
(SSRS) as dependent measures.
scores were utilized.

It should be noted that raw

Group means and standard deviations

can be found in Table 2.
The MANOVA of the teacher scores, using the Wilks
criterion, revealed a significant interaction effect for
grades by genders.
a p = 0.05).

The lambda value was 0.96 (F = 3.02 with

A significant difference in the dependent

measures was also found across genders.
was 0.93

(F

= 11.42 with a p = 0.00).

found in Table 5.

The lambda value
These results can be
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Table 5
Multivariate Tests of Significance for Teacher Social Skills
SSRS Ratings Using the Wilks Criterion

Effect

Value

Approx. F

Group by Grade
by Gender

0.97

1. 84

0.16

Grade by Gender

0.96

3.02

0.05*

Group by Gender

0.99

0.02

0.86

Group by Grade

0.99

0.01

0.98

Gender

0.93

11.42

Grade

0.98

1. 04

0.35

Group

0.99

1. 47

0.22

Signif. of F

0.00*

Univariate F Values of Grade by Gender Effect for
SSRS Teacher Ratings for Three Social Skills Dependent
Variables

Variable
Cooperation
Assertion
Self-Control

F

0.08
4.73
0.78

Error MS
23.40
17.91
18.39

Signif. of F.
0.45
0.01*
0.45
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Table 5 (continued)
Univariate F Values of Gender for SSRS Teacher Ratings for
Three Social Skills Dependent Variables

F

Variable
Cooperation
Assertion
Self-Control

15.88
5.46
5.82

Error MS

Signif. of F.

23.40
17.91
18.39

0.00*
0.02*
0.01*

Univariate ANOVAS were then conducted on those
significant effects found with the MANOVA procedure.

The

significant MANOVA finding related to the grade by gender
interaction effect could be attributed to the assertion by
gender interactions (F 4.73, p = 0.01).

A figural

representation of this interaction is displayed in Figure 1.
This is an ordinal interactin and should not confound the
results.

Figure 1 results indicate an ordinal interaction.

These findings should not confound the results.

Teachers

reported boys to be more assertive in grade four than girls.
However, teachers reported girls in grade five to be
significantly more assertive than the boys in grade five.
Girls in grade six were reported to be more assertive than
boys in grade six, but not to the extent reported in grade
five.

Girls in grade five were found to be more assertive

than any other grouping.
The univariate analyses of the gender effect found with
the MANOVA procedure related to the teacher social skills
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variables indicated that there was significance on all three
teacher variables.

Cooperation differences were found

between genders (F value of 15.88, p = 0.00).
score for females was 12.8.
9.92.

The mean

The mean score for males was

Differences on the assertion variable were also found

(F 5.46, p = 0.02).

The mean score for females was 11.98.

The mean score for males was 10.57.

Differences between

genders were also found on self-control (F 5.82, p = 0.01).
The mean score for females was 12.85.

The mean score for

males was 11.27.
The teachers rated the girls higher in cooperation and
self-control.

As indicated above and in Figure 1, girls

were rated as higher in assertion only in grade five.
Overall, the teachers found the girls to be more cooperative
and self-controlled.
Given the findings reported in this section, the second
null hypothesis was rejected.
found across genders.

Main effect differences were

The grade by gender interaction

effect was also found to be significant.

Figure 1

Grade by Gender
Teacher Variable Assertion
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Results Related to Testing Null Hypothesis Three
Null hypothesis three was designed to test for possible
differences in the teacher ratings of problem behaviors
(externalizing, internalizing, hyperactivity, and total
behaviors) across treatment conditions (E/C), grade levels
(fourth, fifth, and sixth), and genders.
A Hotelling's T-Square test was first completed on all
teacher rated pretest problem behavior SSRS variables.
These results are presented in Table 1.

Again, no

significant differences were found between groups prior to
the introduction of the treatment condition.

Therefore,

only the post-test scores were utilized in the final
analysis to distinguish between groups, genders, and grades.
A 2 x 3 x 2 Multivariate Analysis of Variance (MANOVA)
was conducted utilizing the four teacher rated behavioral
dependent variables (externalizing, internalizing,
hyperactivity, and total behavior) across the independent
variable conditions (grades, groups, and genders).
results are illustrated in Table 6.
interaction effects were found.

These

No significant

However, the following

significant main effects were detected: genders; grades; and
groups.
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Table 6
Multivariate Tests of Significance for Teacher Behavior
Variables SSRS Ratings Using the Wilks Criterion

Effect

Value

Approx. F

Signif. of F

Group by Grade
by Gender

0.97

2.39

0.09

Grade by Gender

0.98

0.91

0.40

Group by Gender

0.99

0.07

0.78

Group by Grade

0.99

0.01

0.98

Gender

0.96

6.65

0.01*

Grade

0.91

7.75

0.00*

Group

0.96

5.41

0.02*

Univariate F Values of Group Effect for SSRS Teacher Ratings
for the Four Behavioral Dependent Variables

Variable
Externalizing
Internalizing
Hyperactivity
Total Behavior

F
3.64
0.00
5.54
3.99

Error MS
10.08
6.01
8.19
42.51

Signif. of F.
0.05*
0.94
0.01*
0.04*
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Table 6 (continued)
Univariate F Values of Gender Effect for SSRS Teacher
Ratings for the Four Behavioral Dependent Variables

Variable
Externalizing
Internalizing
Hyperactivity
Total Behavior

F
0.77
1.27
18.97
7.26

Error MS
10.08
6.01
8.19
42.51

Signif. of F.
0.38
0.26
0.00*
0.00*

Univariate F Values of Grade Effect for SSRS Teacher
Ratings for the Four Behavioral Dependent Variables

Variable
Externalizing
Internalizing
Hyperactivity
Total Behavior

F
3.87
18.84
0.82
7.72

Error MS
10.08
6.01
8.19
42.51

Signif. of F.
0.02*
0.00*
0.44
0.00*

Using the Wilks criterion, a significant gender main
effect was found.

This effect had a lambda value of 0.96, F

value of 6.65 with p = 0.01.

Using the Wilks criterion, a

significant grade main effect was also found with a lambda
value of 0.91, F value of 7.75 with p = 0.00.

Significance

was also found between the experimental and control groups
(lambda value 0.96, F 5.41, p = 0.02).
A univariate analysis revealed that the main group
differences noted above, can be attributed to significant
differences on three of the four dependent behavioral
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variables.

Significant group differences were found on:

externalizing; hyperactivity; and total behavior.

That is

to say that internalizing behaviors dependent measure was
the only variable found not to be significant across the two
groups.

Externalizing behavior had an F value of 3.64 with

p = 0.05.

Hyperactivity had a F value of 5.54 with p =

Total behavior had a F value of 3.99 with p = 0.04.

0.01.

Gender differences on the univariate analysis were
found on two of the four dependent measures utilized in the
MANOVA.

Significant differences across genders were found

on the variable hyperactivity and total behaviors.
Hyperactivity had a F value of 18.97 with p = 0.00.
had a mean score of 9.71.

Males had a mean score of 5.37.

Total behavior had a F value of 7.26 with p
had a mean score of 11.15.

Females

= 0.00.

Females

Males had a mean score of 13.84.

Grade differences were also noted on the MANOVA.

These

differences were found to be significant on three of the
four dependent behavioral measures (externalizing, grade 4
3.90, grade 5

2.89, grade 6

= 3.07, grade 5 = 3.07, grade 6

4.56; internalizing, grade 4
5.52; and total behaviors,

grade 4 = 11.73, grade 5 = 10.43, grade 6 = 15.31).
Externalizing had a F value of 3.87 with p = 0.02.
Internalizing differences across grades had a F value of
18.84 with p = 0.00.
with p

=

Total behaviors had a F value of 7.72

0.00.

The experimental group was rated by the teachers as
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lower in all grades on externalizing behaviors.

The

teachers also rated the experimental group lower on the
behavioral variable of hyperactivity in all grades.
Finally, the teachers rated the experimental group lower in
all grades, on the dependent variable total behaviors.

In

sum, these three variables were found to be significantly
across groups.
Across genders, teachers rated girls lower in all
grades on hyperactivity and total behaviors.

No gender

differences were found across genders on the externalizing
or internalizing problem behaviors variables.
Grade differences were also detected as attributable to
differences in externalizing, internalizing, and total
behaviors.

Figural representations of these findings are

found in Figures 2 through 4.

An examination of the results

reported in these figures indicates that on all significant
variables, problem behaviors appear to increase in the sixth
grade, regardless of group membership.

Externalizing,

internalizing, and total problem behaviors increase in the
sixth grade for both the experimental and control groups.
Remember that these three variables were found to be
significant across grades.

Figure 2
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Results Related to Testing Null Hypotheses Four and Five
Null hypothesis four was crafted to test for
difference in student grades given by the teachers (A, B, C,
D, or F) across treatment conditions (E/C) .

A complementary

null hypothesis five was designed to test for differences in
student conduct grades, given by the school counselor (A, B,
C, D, or F) across treatment conditions (E/C) .

It should be

noted that participating teachers rendered conduct grades
for their students at the end of marking periods.

Conduct

grades were gathered from School Progress Reports for all
included subjects.

The school grading system was as

follows: A = excellent; B = above average; C = average; D =
needs improvement; and F

=

below expectations.

In addition,

the full-time school counselor was asked to issue conduct
grades for participating students.

The school counselor was

familiar with all of the students and the conflict
resolution intervention program.

The counselor participated

in the conflict resolution curriculum training activities.
The counselor was available to all students, not just the
subjects in this study, when discipline problems rose.
Systematic attempts were made to make her aware of any
adjustment and/or behavioral problems that existed in the
classroom.

Further, when discipline problem did exist, the

counselor arranged for parent/teacher/team meetings to
address any or all issues.

The counselor, though not seeing

all of the students on a daily basis, was in a good position
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to rate students on conduct.
Teacher and counselor conduct grades were coded and
then totaled.

Coding followed the following key: A = 5; B =

4; C = 3; D = 2; and F = 1.

Higher classroom means reflect

overall better conduct.
A Hotelling's T-Square Multivariate tests was conducted
utilizing counselor conduct grades and teacher conduct
grades.

These results are summarized in Table 7.

Once

again, significant differences were found between the
experimental and control group.
Univariate t-tests were performed on these two
dependent variables (counselor and teacher conduct grades)
to further document and assess group differences.
results are illustrated in Table 7.

These

Both the teachers and

counselor reported that the experimental groups had higher
conduct scores.

Significance was found across groups

the teacher conduct grades (t
conduct grades were also

2.70, p = 0.00).

on

Counselor

found to be significant across

groups (t = 1.99, p = 0.04).
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Table 7
Hotelling's T-Sguared Group Comparisons of Teacher and
Counselor Conduct Grades

Control Group
Mean
S.D.

Variable
Counselor Grades
Teacher Grades

4.32
3.59

Experimental Group
Mean
S.D.
4.06
3.11

.70
1. 09

HOTELLING'S T-SQUARED = 8.062
F Test statistic: ( (86-2) /86-1)

(2) X 8. 02

.82
1. 04

3.98

(2,82) = 3.98
Pr > F (2,84) = 0.0222*

F

UNIVARIATE T TESTS
Experimental Group
Mean
S.D.

Variable
Teacher Conduct

1.09
(85 d.f.)

3.11
1. 04
Pr > 0.00*

Counselor Conduct 4.31
.70
t = 1.99 (85 d.f.)

4.06
.82
Pr > 0.04*

t

3.59
2.70

Control Group
Mean
S.D.

Taken together these findings provide support for
rejecting null hypotheses four and five.

Generally, the

experimental group received higher conduct grades than
control group.

the

These findings also provide support for the

significant findings related to the

teacher problem

behavior variables in which the experimental group
participants had fewer problem behaviors than the control
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group participants.

Univariate differences were found in

the specific variables of externalizing, hyperactivity, and
total behavior.

Perhaps these are the problem behaviors

that contributed most

heavily to the lower conduct grades

for the control group.
Additional Descriptive School Data
School wide suspensions rates were tabulated to
investigate possible trends between the year of Fall 1993
and Spring of 1996.
fourth,
1995.

The treatment was introduced to the

fifth, and sixth grade students in the Spring of
The span of suspensions displayed those trends taking

place during two semesters prior to the treatment to three
semester following the introduction of the treatment.
Records were systematically reviewed to assess the number of
girls, boys, and the total number of suspensions for each
semester.

Descriptive data sets are illustrated in Figures

7 through 9.

The results appearing in these figures

demonstrate no marked improvements in the overall schoolwide
suspension rate for the school.
Target grade trends can be observed in Figure 8.
this figure, a comparative summary of the fourth,

In

fifth, and

sixth grade suspension rate trends across the years 1993
through 1996 are presented.
An examination of this descriptive data set indicates

that an all time low number of suspensions for the entire
schoolwide population occurred in the fall of 1994.

It

Figure 7
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should be noted that this all time low number applied to
both genders and all grades.

Suspensions for grade five

remained as low as the fall of 1994 during the course of the
treatment intervention.

That is to say that the treatment

appears to have not effected the suspension rate for the
school.
When analyzing the suspension rates for the targeted
classrooms, broken down by group, no conclusions to support
the treatment could be made.

A data configuration by grade

and by group is presented in Figure 9.
The findings displayed in this figure indicate that it
is possible that the treatment reduced the number of
suspensions for the fourth grade.

The control group

actually had fewer suspensions in the fifth and sixth grade.
Overall, the suspension rates were not effected by the
introduction of the treatment.

Suspensions appear lower for

the boys and the fifth grade participants during the fall of
1995.

But upon closer analysis, the only difference in

suspensions between the groups was found to be in grade
four.

It should be noted that the differences in the

suspension rates in grade four cannot be solely attributed
to the treatment condition.

The suspension rate data

appears to be inconclusive for the discernment of clear-cut
treatment differences across groups.

Figure 9
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CHAPTER V
DISCUSSION
Differences in Social Skills Ratings of Students
Null hypothesis one was crafted in an effort to
determine if conflict resolution training in the regular
education classroom, presented as part of the general
curriculum, resulted in differences in students' ratings of
their own social skills across three grades (fourth, fifth,
and sixth), genders, and groups (experimental and control).
Some differences were found, in the manner in which students
rated their own social skills development across genders and
grades.

However no significant main group differences were

found.
Subsequent univariate analysis of variance procedures
indicated that gender differences were attributed to
differences in three of the four dependent student rated
variables.

The cooperation variable was found to be

significant at the p

=

0.01 level.

The assertion variable

was found significant at the p = 0.02 level.

Finally, the

variable empathy was found to be significant at the p = 0.00
level.
Boys rated themselves lower in all grades in
cooperation.

Girls apparently felt that they were more
77
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cooperative than the male participants.

Boys also rated

themselves lower in assertion than the girls.

Boys

persisted in rating themselves lower in empathy.

Girls, in

all grades perceived themselves to be higher in cooperation,
assertion, and empathy.
previous findings.

This finding is consistent with

That is to say that girls are perceived

more negatively from peers if they utilize negative
strategies such as hostility or interpersonal coercion
(Chung & Asher, 1996).

Girls and boys may differ in their

approaches to interpersonal relations, especially in regard
to conflict resolution.

Miller et al.

(1986) suggested that

boys and girls have different perspectives for coping with
peer conflict and interactions.

They claimed that boys are

more concerned with pursuing their own goals.

Hence they

are perceived to be less cooperative and/or assertive.
the other hand, Miller et al.

On

(1986) postulated that girls

are more concerned with maintaining harmonious
relationships.

That is to say that they

are more

cooperative and assertive rather than aggressive.
(1990, 1992)

Sheldon

stated that girls are more relationship-

centered and boys are more self-centered.
Assertion, as opposed to aggression, has been presented
as more pertinent to girls' social lives than to boys'.
Aggression by girls is less common (Hyde, 1984, 1986;
Maccoby & Jacklin, 1980) and is often viewed as deviant and
negative to their peers.

With boys, this may not hold true
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since many forms of aggression can be seen as aligned with
masculinity.
With respect to empathy, it was found that girls rated
themselves to be more empathetic than boys.

This finding is

consistent with previous researchers who reported that boys
are more interested in controlling others and less
interested in how others feel.

In contrast, girls are

concerned about maintaining relationships (Chung & Asher,
1996).

If girls are relationship oriented, then empathy

will naturally develop along with concern for others.
Previous researchers have also reported that boys are more
likely than girls to use threats and physical force with
respect to responding to conflict and interpersonal
relationships.

Girls have been found to be more prosocial

and are more often found to attempt to mitigate conflict
with their peers (Miller et al., 1986; Sheldon, 1990).
Girls are reported to be more capable of prosocial
interpersonal functioning as a result of higher levels of
empathy.

It is more difficult to become aggressive with

another if you can empathize with others.
Significant differences were found across grades.
Students rated themselves differently across grades on
assertion and cooperation.
The fourth grade participants perceived themselves to
be more cooperative than the fifth grade participants.
fifth grade participants perceived themselves to be more

The
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cooperative than did the sixth grade participants.

In

summary, as the grade level increased, the students' ratings
of their own cooperation decreased.

Since this is a cross-

sectional sample, the conclusions drawn from this trend
suggest that self-perceived cooperation decreases with age.
Perhaps students feel that as they age, they become less
cooperative.
The same trend was observed with the assertion
dependent measure.

The fourth grade participants perceived

themselves to be more assertive than the fifth grade
participants.

The fifth grade participants perceived

themselves to be more assertive than the sixth grade
participants.

Again, it appears that as students age, they

consider themselves to be less assertive.

These findings

are counter to many developmental models that suggest that
these prosocial elements (assertion and cooperation) develop
with age.

Perhaps as these children develop, they become

more aware of their own difficulties in cooperating with
others and of being assertive in their own manner of
resolving interpersonal conflicts.

Most would probably

agree that cognitive maturity and social experience
purportedly should promote more sophisticated feelings of
one's own ability to cooperate with others.

On the other

hand, social experiences that are perceived to be negative
probably not only retard prosocial development but, decrease
it.

Finally, it should be noted, that these findings are
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based on the students' self-ratings.

This noted decrease in

cooperation and assertion is based on the students' lowered
feelings of their own ability to cooperate and be assertive.
Differences in Social Skills Ratings of
Students by Teachers
Null hypothesis two was designed in an effort to
investigate possible differences in student social skills,
as rated by their teachers, as a result of conflict
resolution training given in the regular education
classrooms as part of their curriculum.

Gender and grade

independent variables were also included in a 2 x 3 x 2
MANOVA analysis of the data set in an effort to assess the
possible differential influences of these variables.
Differences in student social skills, as rated by their
teachers, were found across genders and grades.
Univariate ·analyses of variance results indicated that
gender differences could be attributed to differences on
assertion, cooperation, and self-control.

With the

exception of grade four, girls were found to be
significantly more assertive than the boys.

In grade four,

boys were found to be more assertive than girls.

A large

discrepancy existed between the manner in which the fifth
grade teachers rated the boys and girls in assertion.

Girls

were seen, in this grade, as being much more assertive.
Teachers rated the boys to be less cooperative in all
grades.

Girls were rated as being considerably more
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cooperative than boys.

Teachers also consistently rated the

girls as being more self-controlled than the boys.

Taken

together, these results suggest that boys are perceived as
being less competent in social skills than girls who are
from the same environment.
Teacher ratings were found to be similar to students'
ratings or teachers' ratings with respect to these gender
differences across all social skills variables.

With regard

to gender, both teachers and students rated the boys lower
on the prosocial skills targeted for investigation in this
study.

These findings are consistent with previous findings

cited above that provide considerable support for the notion
that girls are more prosocial than boys.

It is recommended

that these perceived differences between boys and girls
should be carefully considered when utilizing teacher
ratings.
The grade by gender significant interaction findings on
the MANOVA can be attributed to differences on the variable
assertion.

Girls in the fifth grade were found to be

conspicuously more assertive than girls in the fourth and
fifth grades.

Given that this is a cross-sectional and not

a longitudinal study, these differential findings may merely
be due to an unusual fifth grade group of girls.
When comparing the control group with the experimental
group gender by grade effects, the results appeared to be
similar across groups.

In the control group, the girls were
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found to be higher than the boys in all grades, but there
was an increase in the fifth grade for both the girls and
the boys.

However, it should be noted that this pattern was

not found for the experimental group participants.
Assertion, as rated by the teachers, plummeted from the
fourth grade to the fifth and then the sixth for the boys.
However, the experimental group girls' assertion scores
increased in the fifth grade.

Finally, it should be noted

that the pattern between boys and girls differed across
groups.
Gender differences in adolescence, have been documented
by many investigators.

Findings from this study coincide

with those findings reported by others which suggested that
girls develop their abilities with language more quickly
than boys (Brody & Hall, 1993).

This differential language

development effect across genders allows girls to develop a
more assertive style compared to boys who
aggressive means to resolve conflicts.

rely on

Taken together these

findings suggest that due to more advanced communication
skills, girls can articulate their feelings and are more
skilled than boys at using words to resolve conflicts
compared to physical aggression.
Taken together, these research findings may also help
explain the differences in self-control reported by the
teachers.

Teachers reported that boys were less self-

controlled compared to girls.

These differential findings
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are consistent with much of what is already reported in the
research literature.

Cairns et al.

(1994) found that girls

began to handle aggression more indirectly than boys during
middle adolescence.

At this age, girls begin to use more

passive aggressive tactics such as gossip, vendettas, and
ostracism.

Boys, on the other hand, continue to be straight

forward and more confrontational.

Teachers would probably

find these types of female aggressive tactics to be less
distractible in the classroom.

On the other hand, boys'

tactics, being more direct and confrontational would appear
to be less controlled by teachers and parents.
Differences in Problem Behavior Ratings of
Students by Teachers
Null hypotheses three was designed to assess the
differences in selected set of problem behaviors
(externalizing, ·internalizing, hyperactivity, and total
problem behaviors) .
behaviors.

Classroom teachers rated these

It was assumed that problem behaviors could, and

would, be reduced as a function of the conflict resolution
training intervention in the student's regular education
classroom.

Gender and grade levels were also utilized as

independent variables to assess possible differences in
problem behaviors across genders and grade levels.
A 2 x 3 x 2 MANOVA procedure was
set.

p~rformed

on this data

The results indicated that there were significant

main effects differences (genders, grades, and groups).

It
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should be noted that the group differences can be attributed
to group differences in externalizing, hyperactivity, and
total problem behaviors.
Significant differences were found between the two
groups on externalizing behaviors.

Externalizing behaviors,

as defined as "inappropriate behaviors involving verbal or
aggression toward others, poor control of temper, and
arguing."

Differences were clearly documented across groups

with the control group mean = 4.19 and the experimental
group mean= 3.27.

That is to say that this variable

appeared to be sensitive to the treatment condition.

The

treatment, conflict resolution training, purposefully taught
communication skills, emotional discernment, alternatives to
physical aggression, and alternatives to verbal assaults.
The teachers rated the experimental group subjects to be
lower than the control group subjects on this variable.
That said, this treatment is considered to be successful.
Though the scope of this study is limited, one could build a
case for the notion that these group differences were
affected by the introduction of the treatment condition.
These findings are similar to those reported by Shure and
Spivack (1972) who stated that by providing various social
problem solving strategies, even to children as young as
four years of age, interventionists can positively effect a
child's adjustment to their social world.

Perceived

improvements in externalizing problem behaviors by one's
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teacher can positively influence one's school adjustment.
As stated above, social adjustment of individuals is
directly related to their success at solving interpersonal
problems (Spivack, 1974).

These findings were also found to

be consistent with those reported in an article on the
evaluation of the results of a conflict manager program in
an elementary school in Virginia.

The researchers

recommended the use of a conflict resolution program as part
of the regular education environment (Stuart, 1991).

This

program was found to reduce tension, enhance self-esteem,
increase student responsibility, increase instructional
time, and improve skills involving effective problem
solving, communication, teamwork, and critical thinking.
With the reduction of externalizing behavior in the
experimental group, it can be postulated that instructional
time may have been increased as a result of fewer student
behavioral interruptions.
Group differences were also found on the dependent
variable of hyperactivity.

Hyperactivity is defined as

"behavior involving excessive movement, fidgeting, and
impulsive reactions."

Hyperactivity, as related to problem

behavior can be caused by biological (i.e., ADHD) causes
and/or emotional causes such as anxiety, anger, the lack of
self-control, and/or the lack of reflection when responding
to stimuli.

Group differences were found to be significant

on this variable.

The control group mean was 5.10 and the
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experimental group mean was 4.08.

Given these findings, a

case can be made for the notion that the treatment condition
may have positively affected the experimental group's level
of hyperactive behaviors within the regular education
classroom environment.
It should be pointed out that a large portion of the
treatment was directly related to perspective taking.

It

was theorized that if students become able to assume the
perspective of another, then less immediate and possible
over-reactions may result from interpersonal conflicts
within the regular education environment.

Classroom

discussions were dedicated to developing the ability to
change or assume different mental positions with opposing
sides of an issue, resulting in a heightened understanding.
Participating students were expected to become more
sophisticated and less reactive to communication
misunderstandings that occur interpersonally within the
classroom environment.

Further, a reduction in

hyperactivity could be assumed to have a positive effect on
time on task and teacher instructional time.

Both of these

factors are becoming a much greater concern in many urban
schools.

Lowered test scores and student performance is

frequently tied to poor time on task and teacher
instructional time.

Classrooms of fidgety, hyperactive

students receive less direct teaching from the teacher due
to the

lack of student self-control.

Long and
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uninterrupted direct instructional time requires a certain
degree of student self-control and discipline.

These

desirable conditions are often described as lacking.

Again,

due to these group differences, one may speculate that the
treatment condition contributed to reductions in student
hyperactivity within the regular education classroom
environment.
Differences were also found across groups on the total
problem behavior variable.

This variable was based on the

student's overall classroom behavior.

The control group

mean= 13.2 and the experimental group mean = 11.29.

This

finding marks an obvious difference between groups favoring
the experimental group.

These results indicate that the

direct instruction of conflict resolution positively affects
a selected set of student misbehaviors.

Due to the

limitations of this study, long-range behavioral changes
cannot be clearly conjectured from these findings.

It is

recommended that further research be targeted investigating
the long-range effects of direct teaching of conflict
resolution skills on student negative classroom behaviors.
Main gender effect differences were also found to be
significant.

These MANOVA identified gender effect

differences were further analyzed using a series of
univariate ANOVA procedures.

Significant variables were

found to be hyperactivity and total behaviors.

Gender

differences were found between the boys and girls on
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hyperactive and total problem behaviors.
With regard to hyperactivity, the boys in the fourth
and fifth grades were reported to be significantly more
hyperactive than

the girls.

It was revealing to find, that

while boys and girls were rated differently on this variable
in the fourth and fifth grades, girls in the sixth grade
were found to be markedly similarly to the boys.

Though the

girls were still rated a bit higher than the boys, the
gender differences were found to be less pronounced.

This

same trend was found with respect to the overall total
problem behaviors.
On overall total problem behaviors, boys in each grade
were found to be higher than the girls.

Though this trend

was observed in all three grades, there was less variability
among the sixth grade boys and girls.

Given these findings,

it could be argued that this sample did not necessarily
reduce their problem behaviors with maturation.

Of course,

it could also be argued that this was an unusual group of
sixth grade students with more problem behaviors than
typical sixth grade classes.

It should be noted that in

this school population, the sixth grade class did not stand
out to the administrative team or related faculty as being
particularly problematic.

With this being the case, it

could be speculated that within this population many problem
behaviors do not necessarily decline with age.
some problem behaviors actually increase.

Possibly,

This finding is
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again counter to those reported by previous researchers who
suggested that prosocial skills develop with age.

Recent

research on the development of social competence (Blechman,
Prinz, & Dumas, 1995) suggested that challenge encounters
that children experience determine future life outcomes and
competence.

From this framework, it could be speculated

that as children develop, if previous encounters are not
positively resolved, then more problem behaviors can be
detected in later years.

This argument would support

interventionists who contend that early mediation is
necessary to ensure future positive adjustments of students.
If early interventions are not provided, students may
experience negative challenge encounters causing a
antithetic approach to future life, hence interpersonal,
challenges.

It could be speculated that the earlier a child

experiences positive resolutions to life challenges, the
more constructive their life trajectory will become.
Therefore, the more negative early life experiences become,
the greater the risk factors will be for the student.

These

suppositions are supported by the findings reported here.
Grade and gender differences were found to be significant
across groups.
Grade main effect differences were found across
externalizing, internalizing, and total problem behavior
dependent variables.

Internalizing problem behavior is

defined as "behaviors indicating anxiety, sadness,
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loneliness, and poor self-esteem."

Though externalizing,

internalizing, and total problem behaviors decreased
slightly between the grades of four and five, all three of
these variables increased in the sixth grade.

This trend

was observed across both the control and experimental
groups.

The experimental group subjects were found to have

fewer externalizing, hyperactivity, and total problem
behaviors compared to the control groups subjects.

However,

the developmental trend remained as one in which there was
an increase in these behaviors, in addition to internalizing
behaviors in the sixth grade.

It could be argued that at

the sixth grade level, problem behaviors increase.

Once

again given that this is a cross-sectional study, it is
recommended that future longitudinal research is required to
provide us with a more fine-grained description of this
trend.
Differences in Student Conduct Grades as Reported
by the Teacher and School Counselor
To further appraise the differences between the
experimental group and the control group subjects, student
conduct grades were systematically

assessed.

Students

received grades, following the completion of the school
semester, by their own classroom teachers.

In addition,

the school counselor was requested to issue conduct grades
for all participating students.
A Hotelling's T-Square test was conducted to assess if
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group differences existed when utilizing both the teacher
and counselor conduct grades as the dependent measures.
Student conduct grades were coded and means and standard
deviations were derived.
between the two groups (F

Significant differences were found
3.98, p = 0.02).

The

experimental group subjects were found to have higher
conduct grades than the control group subjects.
Univariate t-tests were performed individually on the
teacher conduct grades and counselor conduct grades.
Significance was found across experimental and control
groups.

The experimental group was found to have higher

conduct grades than the control group for both teacher and
counselor issued grades.
These findings provide further support for the results
reported earlier related to the student problems behavior
ratings performed by the classroom teachers.
Taken together, these findings provide further support
for the conclusion that students in the experimental group
were perceived by the teachers and school counselor as
maintaining better conduct and

behavior.

It is recognized

that it is unknown to the investigator if differences in
conduct grading by the teachers and/or counselor were
different across the two groups prior to the introduction of
the treatment condition.

Given these limitations, these

findings provide some support for rejecting null hypothesis
three.

It is recommended that investigations be designed to
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include a set of dependent variables that can stand
singularly as valid and reliable measures of conduct and/or
behavior.

It is doubtful that taken alone, these conduct

grades are valid and reliable.

It is assumed that a great

deal of teacher perception and individual uniqueness is
involved in their grading procedure.

Although teachers are

inserviced on grading procedures and grade meaning, little
control exists over the exact rationales that teachers rely
on when issuing student grades.

This remains true for both

academic and behavioral grading.
It should be noted that differences were also found
between the teacher's grades and the counselor's grades.

In

general, the counselor tended to grade the students higher
in their own conduct than their own classroom teacher.

This

finding could have been predicted prior to the analysis of
the differences between the two groups of grades.

The

counselor observed students on an infrequent basis,
typically once to twice a week.

These more infrequent

observations would lend themselves to the development of
perceptions that are congruent with behavioral improvements.
The teachers, on the other hand, observe their students
daily, not allowing for much conscious awareness of
improvement.

The behavioral improvements that they did

observe may be so gradual that they go unnoticed.

Further,

the counselor, given her orientation and training, may have
been less austere in her assessments of children given her
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prior knowledge related to a student's background and/or
personal histories.

In future studies, it is strongly

recommended that a more non-biased outside observer be
utilized.
Further Analyses Utilizing Schoolwide Suspensions
The Chicago Public Schools uses system wide guidelines
to determine when student violations are serious enough to
warrant an out of school suspension.

Initial violation of

student rules and regulations are handled with a teacherstudent warning.

Second offenses against student rules and

regulations warrant a teacher-student-parent meeting or
formalized notification.

A third, or continual violation of

student rules and regulations warrant an out of school
suspension.

Violent violations, such as physical fights,

threats, and possession of contraband (i.e., weapons and/or
drugs), warrants an immediate suspension from the school.
Schoolwide data was systematically
suspension rates between

analyzed to document

1993 and 1996.

An examination of

this data set indicates that suspension rates were
unaffected during the course of the treatment intervention.
The total number of suspensions did fluctuate
significantly across the semesters between 1993 to 1996.
Suspensions were at an all-time low during the fall of 1994.
Unfortunately, it is unknown as to why this lowered rate of
suspensions occurred in 1994.

The school principal arrived

to this school in the spring of 1993.

His first full year
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of his tenure was during the fall of 1994.

It is possible

that as a result of the new administrator's presence,
student suspensions initially fell.

This new principalship

brought with it an entirely new security staff complete with
part-time Chicago Police Officers who were hired to
supervise hallways.

It should be noted that the new

security staff and administration created a new male
presence in the school.

School faculty have reported to me

that this male presence had an initial positive effect on
student conduct behaviors.

That is to say that adherence to

school rules and regulations improved.

However, given this

immediate and drastic decline in the school suspension rate,
the introduction of the treatment condition alone appears to
have had little if any influence related to reducing the
number of student suspensions.
A closer analysis of the differences among the groups
of students who participated in this study revealed that a
small treatment intervention difference was found in grade
four, but the treatment condition did not affect grade five
and/or six.

It should be noted that the fifth and sixth

grade experimental groups had more suspensions than the
control groups.

However, even though the experimental

groups had more suspensions, these suspensions did not
exceed three for that semester.

Again, this was not found

to be a significant trend across groups and/or conditions.
One final point should be noted.

In general,

96

suspension rates did not appear to be systematically
influenced by the treatment condition.

It is recommended

that these negative findings be viewed within the context of
the

positive findings reported above.

In addition, the

treatment was not found to have positively influenced the
rate at which students committed serious violations against
school rules and/or regulations.
Limitations of the Study
It is recommended that conclusions be made with some
caution.

The following limitations of the study are

recognized by the investigator.

First, teachers were

utilized to rate classroom conduct.

The issue of teacher

bias should be considered prior to making firm speculations
about the effectiveness of the treatment condition.

It is

possible that teachers were strongly invested in student
improvements as a result of their use of conflict resolution
training in their own classrooms.

Teachers may have become

more aware of the required behavioral expectations and
perhaps they

searched very hard to find them.

Although

this may have been the case, it should be noted that group
differences were not found to be significant on social
skills dependent measures.

If teacher bias were present, it

would seem likely that the teachers would have reported
elevated social skills functioning in their students.
was clearly not the case.

This

This finding provides support for

the notion that the group differences that were detected
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(i.e., in various problem behaviors) were attributed to the
treatment condition.
A second limitation of this study is found in the use
of conduct grades as a dependent variable.

Student conduct

grades are considered by many to not be particularly valid
or reliable.

Although these conduct grades were found to be

supportive of the differences across groups with respect to
the SSRS problem behavior scale, they represent only a
supporting secondary data source.
A third limitation of this study is the inability to
document a treatment effect related to enhancing a
student's social skills development score.

Significant

group differences were found across groups in problem
behaviors but not in student social skills functioning.
This study was designed to document differences in student
social skills development as a result of conflict resolution
training within the regular classroom setting.

It is

possible that conflict resolution training does not
immediately affect social skills development.

It is

recommended that more specific behavioral assessments are
necessary to chart differences in students as a result of
this type of intervention.
problem behaviors decrease.

Social skills may develop after
These concerns remain

unanswered and in need of further investigation.
social skills relate to problem behaviors?

How do

What are the

main objectives of conflict resolution training?

These
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questions remain unanswered as a result of this study.
Finally, it should be noted that schoolwide suspension rates
appear not to have been affected by the introduction of the
treatment condition.

It could be speculated that if the

behavioral changes marked by improvements in the
experimental groups were substantial, differences would be
discernable in the suspension rates.

Perhaps the

suspensions of the participating fourth graders declined,
but it cannot be totally attributed to the introduction of
the treatment condition.

Further future research is

required to assess whether this type of intervention can
positively influence the behavioral patterns (i.e., suspension rates) of the whole

school population.

If this could

be established, the utilization of this type of intervention
would be warranted for use in public school buildings.
Conclusions
Conflict resolution programs are being implemented in
schools nation wide (Koch & Miller, 1987).

The results of

many programs have been reported as anecdotal data sets
(Roderick, 1988).

This study was carefully designed in an

attempt to demonstrate quantitatively what effects could be
achieved as a result of the implementation of a conflict
resolution curriculum taught in a number of regular
education classrooms by

classroom teachers.

results of this study are mixed.

The overall

Social skills went

unaffected by the treatment intervention.

However, teachers
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reported improvements in student behaviors on the teacher
SSRS report and

student conduct grades.

The school

counselor also appraised the students in the experimental
group as improved via conduct grades.

School suspension

rates were unaffected by the treatment conditions.
Differences were found across genders and grades on the
social skills dependent measure.

These gender differences

appear to be similar to what was reported by other
researchers. Grade differences appear to be counter to what
was reported by others.

Social skills have been reported by

others to develop with age.

The student participants in

this study did not improve their social skills with age.

Of

course, these findings are limited to a very restricted,
cross-sectional sample.
This study should be considered as a pilot study.
Future studies should be designed to include dependent
variables that are not biased by teacher judgements.

These

results do provide some basis for supporting the
implementation of this type of program intervention.
Although positive program effects were clearly established,
it is difficult to predict to what extent these effects will
be sustained over time.
Perhaps it would be a good idea for future researchers
to focus their attention on the counter developmental trends
found in this study.

Developmentalists such as Piaget and

Kohlberg suggested that the development of cognitive
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abilities make it possible for empathic understandings and
the understanding of alternative ways to resolve
interpersonal conflicts.
the ages of 11 and 14.
grade 6 through 9.

This reportedly

occurs between

This would roughly translate to

However, the results of this study

suggests that problem behaviors actually increased in the
sixth grade.

Future research is necessary to determine

whether or not this finding was particular to this exclusive
group of students.
Given what is reported above, the findings of this
study have been used to generate the following list of
questions that remain unanswered:

1.

To what extent does this type of exposure to

cognitive demands of social problem-solving and enhanced
communication enhance thinking, behavior, and overall
adjustment of children?
2.

How does this population differ from the norm with

regard to the development of social skills generated by many
previous researchers?
3.

Can long range effects be expected from this kind

of treatment intervention?
4.

What other variables should be included to document

student changes as a result of this type of intervention?
5.

Does this intervention, given its recent

popularity, serve as a panacea for the improvement of
interpersonal conflicts that students experience in
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contemporary school environments or is this just another
frivolous approach to address community concerns?

APPENDIX A
SOCIAL SKILLS RATING SYSTEM
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The Social Skills Rating System was selected as the
dependent measure for this proposed study.

Three methods

were used to estimate reliability: internal consistency,
test-retest, and interrater consistency.

The internal

consistency estimates for all forms ranged from .83 to .84
for Social Skills.

Overall, these coefficients indicate a

relatively high degree of scale homogeneity.

Subscale

internal consistency estimates were lower, ranging between
.78 and .84.

Internal consistency was about the same for

males and females at all levels.

Test-retest reliability

demonstrated substantial evidence of temporal stability with
a correlation of .85 for Social Skills and .84 for Problem
Behaviors on teacher ratings.

Student self-ratings of

Social Skills yielded a reliability coefficient of .68.
These findings indicate good to excellent stability for
Teacher forms and adequate support for Student forms.
Interrater techniques were utilized to estimate reliability
and construct validity.

These coefficients, for the

Elementary level, ranged between .03 and .41 with a median
correlation of .26 (p

<

.001).

Several validation strategies were used to estimate the
validity of this measure.

Based on this evidence, it has

been stated that "the SSRS is valid for screening and
categorizing children in terms of their social skills,
problem behaviors, and academic competence."

Content

validity and social validity was established by Importance
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ratings utilizing expert professional judgement and
experienced researchers which nominate a pool of items.
Criterion-related validity was established by correlating
the SSRS with the Social Behavior Assessment (SBA) .

A

moderate to high correlation between the SSRS and SBA was
yielded suggesting that these scales are measuring similar
constructs.

Moderate to high correlations were also found

between the SSRS and the Harter Teacher Rating Scale (TRS) .
Validity coefficients ranged from .44 to .70.

Correlations

were also conducted between the SSRS and the Piers-Harris
Children's Self-Concept Scale, Child Behavior Checklist, and
the Walker-McConnell Scale of Social Competence and School
Adjustment.

All correlations suggest sufficient construct

validity and were consistent with theoretical expectations.
Though it has been clearly stated that more work remains to
be completed, the SSRS presents as a reasonable, useful, and
efficient approach to the assessment and evaluation of
social skills.

APPENDIX B
CLASSROOM CONFLICT RESOLUTION TRAINING
FOR ELEMENTARY SCHOOLS
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The selected treatment for this proposed study was
Classroom Conflict Resolution Training for Elementary
Schools.

This curriculum was designed by the Community

Board Program in San Francisco in 1992.

This curriculum is

suggested for use with elementary age children between the
third through eighth grades.

The goal of the program is to

foster communication and problem solving skills for
elementary children.
activities.

The curriculum includes 19 classroom

Lesson plans are provided as are the necessary

handouts in the teacher resource component.

This Conflict

Resolution Training addresses new skills in communication,
understanding and labeling feelings, understanding other
people's point of view, problem identification, and open
classroom discussions.
Conflict Managers were also trained to assist other
students to resolve disputes.

These Conflict Managers

received extra training in communication skills and the
procedure to follow when assisting others to solve disputes.
These managers were elected from each participating
classroom.

When a dispute manifested in the classroom, the

teacher offered the choice to resolve the conflict with the
assistance of the Conflict Managers.

If the disputants

chose, time was made available for the group of four, two
disputants and two Conflict Managers, to resolve the current
conflict.

Teacher supervision of these sessions was limited

to proximity control.

No interruptions from the teacher
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were required unless the disputants became involved in a
physical fight.
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